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Introduction
Children's learning is influenced by individual, social, and cultural environments in which they directly interact in their everyday lives. An ecological model of child development provides a conceptual framework for understanding the multidimensional nature of family involvement in children's academic growth (Bronfenbrenner, 1986) . This perspective underscores the family as the most important agent in the development of young children, and is based on a transactional view that emphasizes the interplay between the individual and his/her first-hand environment.
The transactional view comprises an understanding of children's development within their social processes because cognitive and academic growth is closely tied to children's interaction with their immediate social settings (Bronfenbrenner, 1986 ). Bronfenbrenner's ecosystem theory 1) encompasses the richness and depth of the various layers of the individual's environment by characterizing it as a series of nested and interconnected structures. At the core in the ecosystem is the interaction between the child and immediate environments, such as home, family, or 1) There are four elements of this ecological framework that emphasizes transactional relationships between the child and the following agents: microsystem parents and family members; mesosystem teachers, peer groups, and school climate; exosystem community, neighborhood, mass media, and church; macrosystem ideology and popular culture. This paper focuses only on the microsystem.
home climate (Bronfenbrenner, 1986) .
Given the importance of the home environment, the focal point of this paper is the interrelationship between the child and his/her family literacy environment in relation to a sequential reading development in the heritage language 2) . Of particular interest is to document how the home literacy environment functions and how parental involvement is related to the development of reading skills. This issue is worthwhile to investigate, because children bring their existing knowledge and experiences formed in the family to the formal educational setting and learning.
Background of the Study

Exposure to Reading at Home
Within the context related to children's growth in academics, home environment as a core agent of children's development may provide a clue to questions about critical factors that lead to children's optimal literacy attainment. These questions include queries into where children acquire literacy from and what factors make differences in various forms of children's literacy skills, such as knowledge of letters (Ehri, 1998) , vocabulary (Snow, 1983) , and language skills (Deckner, Adamson, & 2) Although Korean might be the child's first language (L1) exposed at home since birth, the participant's oral and written language skills were skewed toward English as the dominant language; their production in Korean was much slower and more laborious than in English. For the sake of consistency with the literature, in this paper Korean is defined as a heritage language or second language (L2) that is sequentially learned to read with linguistic intuition gained in English as the dominant language. Bakerman, 2006) . Given that emergent readers generally show positive views on reading and high motivation for reading, regardless of socioeconomic status (SES), ethnicity, or gender (Baker & Scher, 2002) , the availability of formal and informal educational resources, parental guidance in reading, and the exposure to reading materials at home seem to be crucial in the development of children's reading skills.
To accelerate children's development of literacy skills, it is critical to have home environments as a supporting platform in which children are read to regularly, have joint book reading with parents or caregivers, observe other family member's reading activities, have exposure to children's print materials, have frequent visits to the library, and are encouraged to ask questions during literacy activities (Anderson & Strokes, 1984; Bojczyk, Rogers-Haverback, Pae, Davis, & Mason, 2015; Snow, 1983) as well as set limits on television viewing or other media use (Morrow, 1997) . Scarborough, Dobrich, and Hager (1991) have found that preschool children who have more experiences of shared reading with caregivers and their own independent reading become more proficient readers by grade 2 than preschoolers who had little experiences with literacy activities at home. Shared reading and parent-initiated reading facilitate the development of vocabulary and semantic knowledge, comprehension of the text, and letter and word recognition skills (Senechal, LeFevre, Thomas, & Daley, 1998) as well as children's academic skills in alphabetic recognition, and reading readiness in kindergarten (Bojczyk et al., 2015; Christian, Morrison, & Bryant, 1998; Deckner, Adamson, & Bakerman, 2006) .
Concerning joint reading at home, however, other studies have demonstrated slightly different findings. Evans, Shaw, and Bell (2000) indicate that shared book reading at home makes no contribution to the acquisition of letter names and letter sounds in kindergarten, although home activities involving letters predict a small but statistically significant variance in letter recognition. Neither shared book reading nor letter activities are predictive of receptive vocabulary and phonological sensitivity. They show that the frequency of being read to is significantly correlated with children's vocabulary scores. Interestingly, the age of first being read to does not predict phonological awareness skills, vocabulary, and letter knowledge, after controlling for age, parent educational level, and child's naming and visual perception skills. On the contrary, some studies show positive associations between the age first read to and children's academic skills. For example, DeBaryshe's (1993) study demonstrates a strong association between a child's age when first read to and cognitive/linguistic skills. DeBaryshe (1993) points out that the earlier parents begin to read to their children, the higher their children's receptive language abilities.
In a longitudinal study, Senechal and LeFevre (2002) have examined formal and informal literacy experiences at home. They reported that children's exposure to books was related to the development of subsequent receptive language skills, such as vocabulary and listening comprehension, and that these language skills were directly related to later children's reading in grade 3. Parents' teaching their children about reading and writing words is also related to the development of early literacy skills, which directly predicts word reading at the end of grade 1 and indirectly mediates through children's emergent literacy in grade 3. 26 이중언어학 제64호(2016) Children seem to benefit from not only the availability of print materials at home, but also observation of parents' own reading. For instance, Elliott and Hewison (1994) have found that a composite of the presence of books, newspapers, and magazines in the home as well as the frequency of parents' own reading predict a significant variance in reading success in children of 3 to 11 years of age. However, it should be noted that the home reading-related activities they measured, such as rhyming, sounding out letters, and writing, do not predict fluent older readers' reading performance as much as beginners' reading.
Parents and Home Environment
Research shows that parents' marital status and parental education are significantly related to parents' involvement in their children's education (Fantuzzo, Tighe, & Childs, 2000; Grolnick, Benjet, Kurowski, & Apostoleris, 1997) . Fantuzzo and colleagues (2000) indicate that parents with college degrees or higher have more frequent home-school conferences than do parents with high school education or lower. Parents' level of education is also related positively to a higher level of involvement in other school-based activities. Dauber and Epstein (1993) have also noted a strong connection between higher parental education levels and more home-and school-based parental involvement, but that the marital status is not related to the level of involvement.
Other factors that may enhance children's literacy are the utilization of resources, exposure to print, and the presence of a home literacy environment. Weinberger (1996) and Mason (1980) (Quintero & Huerta-Macias, 1990 ). Hence, the home literacy practices in the bilingual home may be different from those of mainstream monolingual children.
Research has been conducted to investigate the home influences in bilingual education (e.g., Amaral, 2001; Lao, 2004; Shannon & Milian, 2002; Shin & Gribbons, 1996) , but most of these studies on bilingual families have focused on parental attitudes and perceptions of bilingual programs. Recently, case studies on home literacy practices among several immigrant Korean families in the U.S. appeared (Kim, 2007; Ro & Cheatham, 2009; Shin & Kwon, 2016) , but they mainly reported detailed literacy practices of the families, rather than the relationship between the home environment and children's reading development.
As Chan and Sylva (2014) and Zhang and Koda (2011) The parents were asked to indicate on a scale the extent of their involvement in their children's early educational experiences at home.
Some items on the survey were adapted from the bilingual parent questionnaire of Ledesma (2002) , and others were generated to elicit information on parental involvement in literacy education (e.g., frequency of reading to their children The degree of language spoken at home by children showed a wide range of variability. Korean was most frequently spoken at home by the parent.
About two thirds of the participants' parents spoke Korean only or mostly Korean in their home settings, indicating that the majority of the Korean-American children were exposed to oral Korean language to some degree at home. 4) The qualitative intensive interview was conducted with selective mothers by the first author with regard to the parent's explanation for why they use one language over the other or a combination of the two. Four mothers out of five said that they spoke Korean at home because they wanted their children to maintain their heritage language and culture. At the same time, they acknowledged that their insufficient English skills impeded the communication with their children in English. One mother said that she communicated with her child in Korean because of her
Children spoke Korean with their parents and siblings, but less with their friends. Given the parental English skills described earlier, it is not surprising. The majority of the children appeared to speak dual languages, switching one language from the other according to the person to whom they spoke. About half of the participating children used both English and Korean in general activities at home such as media use, print use, entertainment, and the like. English was used most when viewing TV (64%), counting (62%), and reading books or comics (60%), whereas
Korean was used most in talking on the phone (22%). It is notable that Korean alone was not involved at all when children watched television, listened to music, or read books/comics, while English was used in all activities. Both languages were used most when singing songs (46%), but the use of dual language was quite balanced throughout activities (36%-46%). Overall, home activities were performed in English the most, followed by both languages, and Korean the least.
With regard to reading activities at home, joint reading with parents and other caregivers in English and/or Korean took place one to three times per week for about half of the participants (54% for parents' reading to the child and 40% for caregivers' reading to the child). More than a third (44%) of the children asked to be read to one to three times per week. About a third (32%) and 22% of the children engaged in independent reading four to six times and one to three times per week, respectively; about a third of the young students read and/or looked at lack of English skills, despite her willingness to speak English with her child. Therefore, it is still unclear if their limited English skills lead to their reliance on the Korean language or their determination of cherishing the native language overpowers their home language use.
books alone more than seven times a week (16% for seven to nine times a week and another 16% for even more than 10 times per week). Eighty four percent of the participants used TV, other media, or computers for educational purposes.
The mothers were also asked to rate the question "How old was your child when you first began to read to him/her?" with scores ranging from 1 (3 years or older) to 5 (6 months or younger). About a quarter of the mothers began to read to their children somewhere between 1 and 2 years of age. Twenty percent of the mothers reported shared reading was introduced when or before the child was 6 months old. The mean score to this question was 2.86 with a standard deviation of 1.4, indicating that the mothers began to read to their children around two years of age. The
Korean mothers' initiation of shared reading in terms of the child's age was similar to or a little earlier than that of the American mainstream family in that 27-month-old is an age when shared reading takes place most commonly in the majority of middle-income families in the U.S. (Deckner, Adamson, & Bakeman, 2006) .
With respect to the number of children's books at home, only 2% of the mothers reported that they had fewer than 10 books. More than a third (38%) of the mothers had over 70 children's books. An index of mean score was 3.64 (SD = 1.26) on a scale of 1 (1-10 books) to 5 (70 books or more), indicating that the average books owned by each home to be somewhere between 31 and 50 books.
Research Question 2: Respective Contributions to L2
Korean Reading Skills
Prior to address Research Question 2, preliminary analyses were performed to (1) reduce the number of independent variables to measurable constructs through a data reduction scheme and (2) identify potential variables that would account for the significant variance in reading outcomes. The former was done through an exploratory factor analysis because of too many independent variables drawn from the survey items.
The latter was done using stepwise regression analyses by entering two variables with the highest factor loadings in each factor into the models 5) .
Given the relative importance of the mother's educational level in the prediction of L2 Korean reading outcomes, as identified in the preliminary analyses, we controlled for the variable using hierarchical multiple regression techniques. The order of entry was based on the results of the preliminary analyses, and educational was taken into account, the frequency of tutoring per week explained a significant variance of the pseudohomphones (8% of the unique variance).
Note: * p < .05; ** p < .01; *** p < .001
Discussion
In order to characterize the home environmental input available to the child in two languages, this study examined the influence of parental demographic characteristics, home language use, home literacy resources, and literacy activities on L2 Korean reading development. The findings highlight the utility of home literacy practices and the benefit of mothers' education in promoting their children's L2 reading achievement. It is possible that the effect might have stemmed from better family resources mediated from the mother's educational level (i.e., higher SES) rather than the mother's education level per se. These results contribute to the growing body of evidence that children's reading performance is, in part, contingent upon home literacy environments and parental support (Bojczyk et al., 2015; Deckner et al., 2006; Frijters, et al., 2000) .
Three quarters of the Korean mothers participating in this study were college educated, and the parents tended to adhere to their native language at home, but a large proportion of children communicated in linguistically mixed communication with their parents. The discrepancy in the language choice between the first-generation immigrant parents and the second-generation children seems common in immigrant families whose heritage language differs from the community language, as reported in literature (Ro & Cheatham, 2009; Zhang & Koda, 2011 ). In the current study, the children appeared to use both English (L1) and Korean (L2) concurrently in general home activities such as media use, playing games, and reading books/comics. Most of the parents were involved in home literacy activities such as joint reading, their own reading, and TV, computer or other media use for educational purposes.
In general, families may differ in the extent to which parents encourage literacy activities and provide their children with materials that focus on their children's learning. The parents of the participants in this study exhibited large-scale parental involvement and financial support for their children's education, especially by providing opportunities of private tutoring.
This study found four home factors predicting children's L2 Korean reading development, which are the mother's education level, the amount of the child's Korean use at home, the number of books at home, and the frequency of private tutoring in languages, music, art, or sports. Overall, these four factors played a role in children's L2 reading to a certain extent; so, we discuss each factor one by one. First, the maternal educational level was the most consistently significant factor for children's L2 Korean reading performance. Hierarchical regression analyses showed that the mother's education level explained the significant variance in all L2 tests, including the Korean letter and word identification skills, Korean orthographic awareness, and Korean pseudohomophone skills. This is consistent with previous research that maternal education is significantly associated with children's reading and overall education, and is highly related to homeand school-based parent involvement (Fantuzzo, Tighe, & Childs, 2000; Grolnick, Benjet, Kurowski, & Apostoleris, 1997) . As indicated earlier, children's better reading outcomes may be attributable to richer home literacy environments and better home resources resulted from the mother's higher education level rather than the mother's education per se.
Second, the amount of the child's use of Korean at home significantly accounted for Korean word identification only. It should be noted that the other three L2 reading tests (i.e., Korean letter identification, orthographic awareness, or pseudohomophones skills) require more sensitivity to the local sub-lexical level (i.e., identifying letters or checking spellings),
whereas Korean word identification test is more closely linked to the global lexical level (i.e., accessing the meaning of words). It is reasonable that the child's Korean use is significantly predictable for his/her Korean word knowledge, rather than for the sensitivity to the orthography. This result confirms the finding of Zhang and Koda (2011) in which
Chinese-American children's Chinese word knowledge, not their sensitivity to character structures, was significantly correlated with parents' Chinese use at home. Taken together, it suggests that the use of L2 at home would facilitate children's L2 vocabulary gain rather than the awareness of L2 orthography.
Third, the quantity of reading materials at home explained children's Korean word identification and orthographic awareness. This finding corroborates the benefits of the physical availability of literacy-related materials in the home to enhance children's literacy (Griffin & Morrison, 1997; Mason, 1980; Weinberger, 1996) . that the dominance of one language over another and the interaction of the two languages play out in the children's literacy development (Hammer, Miccio, & Wagstaff, 2003) .
The results of the present study need to be carefully interpreted, which is related to the limitations of this study. First, it is possible that other predictor variables that we did not measure may influence children's L2 reading achievement. Second, the Korean parents' heavy reliance on the private lessons may be culture-specific. Therefore, cautions need to be paid when the generalization of the results is made to other samples or cultures. Lastly, the social desirability bias (Scarborough & Dobrich, 1994) resulting from self-report in the questionnaire or interview should also be considered. Thank you very much for your cooperation!
